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CHAPTER 1
INTRODUCTION

During the spring of 1972 the teaching staff of Fairview
Middle School, Central Kitsap School District, was engaged
in re-examing its methods of instruction.

The opportunity

existed to facilitate this re-examination through applied
administrative techniques.

Beginning in the Spring of 1972,

and continuing through the Spring of 1974, the teaching staff,
with the aid of this writer, worked to reorganize and improve
its methods of instruction.

PURPOSE OF PROJECT

The purpose of the project was to apply those administra-

)

tive techniques which would foster and sustain a motivational
level, within the teaching staff,

sufficient to reorganize

and improve their methods of instruction.

The thrust of the

reorganization was the implementation of a nongraded continuum
based mathematics program.

The application of that thrust

was the use of the mathematics program as a model for the
expansion of similar programs in other subject matter areas.

IMPORTANCE OF PROJECT

The project demonstrates the ability of a teaching staff
to improve its methods of instruction, when given proper and
sufficient administrative support.
-1-

It further demonstrates

-2the need for administrators to work closely and continuously
with their teaching staffs, to the end that the administrators can provide the necessary reinforcement which will sustain the staff's effort toward improvement.

SCOPE OF PROJECT

An accounting of the development of the nongraded continuum based mathematics program comprised a major portion of
the yroject.

Specifically,

the project centered on the evo-

lution of two six teacher teaching teams each of which was
composed of both ~eachers who were grade level generalists
and teachers ·who where mathematics specialists.

The teams

were responsible for approximately 270 fifth and sixth grade
students who were attending Fairview Middle School at ~h~t
time.

The focus of the project was the administration of the

teaching staff, as the mathematics program developed from the
Spring of 1972 through the Spring of 1974.

DELIMITATIONS OF PROJECT

The delimitations of the project were:
1.

A study of student achievement was not included.

2.

An examination of the mathematics subject matter

content was not included.

- 3-

LIMITATIONS OF PROJECT

The limitations of the project were:
1.

A high degree of administrative time and energy was

expended throughout the project.
~

2.

-

.l:h-e-i-r- existed a sharp contrast between teachers with

ten or more years experience and teachers with one year or
less experience on each of the teaching teams.

METHODS AND PROCEDURES

During the course of the project the following steps
were followed by this writer.
1.

The learning package for Principals was studied and

analyzed.
2.

A teaching team was organized and administered by

the writer from the Spring of 1972 through the Spring of 1974.
An accounting of the administrative and team interaction was
maintained.
3.

The available literature in the areas of change,

team teaching, nongraded education, and innovation implementation was researched.
4.

Conclusions were drawn from,

and recommendations

were based on the project and the related research.

-4DEFINITION OF TERMS

In order to establish a clearer understanding,

- p

and a

co m ona L 'ty of language, the following terms and their defini~

tions have been included.

Basic learning principles:
principles .•

There are three basic learning

They are motivation, opportunity and reward.

These principles are common to all learning experiences.
External administration:

External administration is a reactive

and facilitating activity.

It is comprised largely of supply-

ing the teaching staff with those materials or services which
they request.
Grade level generalists:

A grade level generalist is a teacher

who has been trained and/or has experience in teaching all the
content and skill areas normally associated with instruction
in a particular grade.
Horizontal teaming:

The teaming of two or more teachers with-

in a common grade or subject area constitutes horizontal teaming.
Internal administration: Internal administration is based upon
observation and insight.

It is an activity that is based upon

an administrator's ability to perceive the interactive needs
of the teaching team,

to anticipate those needs,

and to meet

those needs so that the team's motivation is sustained.
Mathematics specialist:

A mathematics specialist is a teacher

who is trained specifically in the area of mathematics and who

-5would be expected to teach only within the mathematics field;
usually at the secondary level.
Nongraded:

Nongraded is a condition which results from the

elimination of the traditional graded school structure (i.e.
fifth grade, sixth grade, etc.)

A nongraded structure in-

eludes the concept of continuous progress learning and mixedaged grouping.
Resourcearian:

A resourcearian is that person who operates

and manages the resource center or instructional materials
center in a school.
Staff:

Staff refers to certificated personnel only, specific-

ally classroom teachers.
Student master record:

The student master record is a chart

jointly maintained by all team members which displays for
each of the students,

units completed,

unit pre and post test

scores, who taught the unit, and any related observations
concerning student progress.
Task force:

A task force is a sub group of the teaching team.

The task force is initiated for a single purpose and once the
purpose is served the task force is disbanded.

The task force

economizes the energy of the teaching team.
Teaching team:

A teaching team consists of six teachers, one

of which is a mathematic~ specialist who plan cooperatively
to meet the instructional needs.
Team records:
cussions,

The team record is a journal of the team's dis-

actions and decisions.

Team Teaching:

Team teaching is the collaborative planning

-6and/or teaching efforts of two or more teachers responsible for the instructio~ of a common body of students.
Vertie!

teaming:

V ~ e teaming is the grouping of

/

teachers in two or more sequential grades or differing
levels within a subject area.

)

-7ORGANIZATION OF PROJECT

The project is organized in the following manner.
Chapter 2 is a review of the available literature related to the key elements of the project.

The chapter

is designed to bring the reader to an understanding of
1)

the key elements of nongradedness and team teaching

and 2)

the administrative techniques and attitudes neces-

sary to foster the implementation of an innovative school
structure.

Chapter 3 is an accounting of the develop-

ment of the non-graded mathematics program from the
Spring of 1~72 through the Spring of 1974.

The second

is an examination of the administrative techniques used.
The third is the impact of the project as a model.

The

fourth is an overview completed one year after the project was initiated to assess its ability to be self sustaining.

Chapter 4 is a summary of the project and in-

eludes the conclusion drawn from the project as well as
recommendations 9ased upon the project.

CHAPTER 2
REVIEW OF LITERATURE

A review of the available related literature focused on
three elements all of which were important to the project.
The first was an examination of conditions necessary for instructional change to take place.
of nongradedness and team teaching,
key elements of the project.

The second was a review
in as much as both were

The third was an examination

of the conditions which would result in the implementation
of a nongraded team teaching structure.
The need for change is inherent in today's society.

The

vertual explosion in nearly all fields has necessitated, but
not always brought fourth,
field.

change within the educational

In'designing change in education much of the litera-

ture agrees that:
mover and 2)

1) the administrator must be the prime

that staff development must preceed instruction-

al change. ~2) However in the area of change the first task
was to identify generally those factors pertinent to individual development and need.

Only through fostering indi-

vi dual development can we initiate change.

( l?)

The following represent the major factors influencing
innovation,

self change, which Etzioni claimed was the most

powerful type.
a.

( 7. )

Recognition is given to beliefs that important prob-

lems exist and that no obvious solutions are in sight.
b.

An active search for solutions ~ - conducited rather

than a dependence upon change to discover new ideas.

-8-

-9c.

Potential innovators believe that their solutions

once proposed, will be accepted by others and tried out
when the idea is one which will fit the general goals,
strategies, and preferences of the organization.
d.

Freedom from restrictive time pressures and exces-

sive evaluation processes is assured.
e.

Energy-sapping justifications with regression toward

routine data gathering,

to support prior conclusions,

do

not occur inevitably.
f.

Involvement included persons in the organization

with as weide as possible a spread of knowledge and training in formal andinformal modes of problem solving,

in

order to provide a cosmopolitan range of alternatives
and counter balances for the biases and provincial interests of individuals."

(13)

These were the factors that most of the literature agreed
upon.
sent,

Change can occur without all of the factors being prehowever the greater the number the greater the staying

power and the greater the prospect for meaningful change.
The administrator was viewed as the prime mover relative to change, however "to maintain creative activity,
·
i on,
must b e motivat

.~
:)
insent
Lv e,

there

rewar d , status, oppor t uni·t y,

teamwork and reduction of administrative activity".

(12)

This seeming contradiction points out that even though the
initiation of changeful action is the responsiblity of the
administrator, he must temper his involvement less he stifle
the process.

-10The previous statement was more often one of ideal rather than reality.

Goodlad found that administrators were

often unaware of the instruction going on in their schools,
generally satisfied with it, without any clear plans to attempt to change it.

Moreover,

they were often preoccupied

with the daily operations of their schools.

(20)

Administrators must take positive steps to become invalved in innovative methods.

Ovard believes the administra-

tor should initiate change for a purpose,
sonnel affected,

involve all per-

develop a flexible organizational pattern

that is simple in scope and design,

provide for the necessary

supplies,

g~in the support of his

equipment and facilities,

superiors and prepare to solve problems.

(18)

A second

model proposed by Lucio contains similar elements.

(13)

Conceptual and operative models as well as an opportunity for those involved to learn whatever new behaviors were
called for was frequently referred to.

( 20)

(2

)

It was

noted as essential that persons involved in change have an
opportunity to; become aware of themselves, gain a commitment to the change,
cepts involved,

gain knowledge of the principles and con-

and gain interactive experience and skill. (12)

The literature attempted to provide insight into the
influencing factors and provide examples for the management
of change.

"The making of change requires an environment

that encourages people to exchange views,

examine ideas,

study innovation, and experiment with new ways to thinking
and acting."

(11)

-11Some common elements found in most organizational structure selected to maximize learning were:
learners,

organizational flexibility,

a focus on individual

and patterns rif staff

assignments that made the best use of professional skills.
A concern for individual pupil progress and increased

( 11)

flexibility were common elements of both team teaching and
nongradednes s.

( 17)

Goodlad and Anderson insisted that nongrading was an unshackling concept.

( 15)

Nongrading was viewed as a freeing

of the school structure, where learning activities were determined by readiness not by seniority.

( 3)

The essential elements of a nongraded program as represented in the literature were:

)

1.

A program that reflected educational development.

2.

Operationally defined, written, objectives for learn-

3.

Systematic diagnosis of pupil competence.

4.

Appropriate learning stage placement of pupils.

5.

Learning stages organized according to the concepts,

ing.

ideas and skills needed by the learners.
6.

An appropriate record-keeping system.

(3)

~
As an example of the belief that nongrading was a 1 essing

A

of restrictions in structure,

teachers were able to move stu-

dents at any time it was considered in the best interests of
the students to do so.

(15 )

The movement of students was

often made easier since in a team teaching situation many
teachers shared a common body of students, large and diverse

_)

-12enough to allow the formation of various subgroups.
In reference to maximized flexibility,

(14)

total organiza-

tional flexibility is a basic principle of team teaching.
Team teaching was often viewed as a combined staff effort to
operate as a unit wherein the dependency upon planning usually
over-rode the manipulation of time and people.

(2)

Team teaching often refered to the manner in which teachers related to one another as opposed to the way students
were grouped.

( 11)

The inter-relatedness of teachers in

teaming situations was viewed important in that "teachers on
a team serve as ,:a stimulus for each other and can bring about
much needed curricular revision".

(14)

The nongraded philosophy recognized that students need
to be allowed to complete courses of study in a manner and at
a pace consistent with their weaknesses and strengths.

The

weaknesses and strengths can best be served by team planning
and its ability to rearrange time,

space and personnel.

(11)

Such team planning was viewed as maximizing the efficiency of
the teaching staff especially in a nongraded structure.

(14)

Throughout the literature the administrator _was. viewed
as the most important element in insuring change within a
school.

Viewed as a catalyst,

the administrator was in a key

position to facilitate or restrict change efforts by the teaching staff.

(14)

Along with establishing a positive climate

for change administrators must be committed to it and support
it openly.
Teachers indicated that

those factors most critical to

-13their initiating change effort were: 1) a feeling that the
effort would help resolve problems important to them,

2)

a

feeling that the change would fit into their own style of
teaching and 3)

a feeling that their efforts would be sup-

ported by the school administration.

(6)

Another element recognized as crucial in fostering and
sustaining change was the status that was assigned either to
the change itself or the staff involved.

Administrators

should make an effort to provide higher levels of status to
as many staff members,
( 21)

involved in the change, as possible.

Another avenue was the bestowing of status to the

change itself by making it a model for other similar programs.
The model would serve as an impetus for change in other areas
when it was viewed as relevant and successful.

( 17)

The

acceptance of the model by another area also tended to stabilize the model and prevent it from returning to its former
condition.
The most important factor in the success of a change was
the administrator.

The administrators ability to direct,

stimulate, supervise and counsel were critical.

( 17)

The

administrator was in the best position to see the effects,
of a specific

change effort, on the structure as a whole and

thus was best able to maintain that effort.

( 21)

One area

that needed specific monitoring was the teaching staff itself.
The administrator "needs to know ... whether or not they are
experiencing a sense of progress in their work,

and if they

have desires and frustrations with which he should be con-

-14cerned".

(11)

Although decision making responsibilities should be
vested in those closest to the scene of action,

the teachers;

teachers expect administrators to consult with them in program planning.

( 22 )

Decision making was most effective when

it was a joint venture.

The joint involvement in considering

the change gaining an understanding of its need and purpose,
and 2)

the persons affected having a voice in the plans for

the change and gaining a sense of ownership.

( 21)

These then were the elements, as reviewed in the literature,

that focused

OP.

the characteristics of change itself,

change as it was applied to nongrading and team teaching,
and finally the factors associated with implementing change
administratively.

CHAPTER 3
THE PROJECT

Fairview had been in operation since September, 1971.
It had a largely middle class student population of approximately six hundred.

These students were enrolled in grades

five through eight and were served by twenty-four teachers,
a resourcearian,

counselor, and principal.

teaching was employed in nearly all areas,
the use of folding walls,

Although team
the building, by

is flexible enough to accomodate a

variety of instructional modes.
The composition of Fairview's teams varied with grade
level.

At the seventh and eighth levels a two year phased

curriculum was used which forced vertical teaming patterns.
The fifth and sixth levels however were horizontally teamed.
This horizontal pattern included grade level generalists with
special interest or abilities in varying fields.
Almost all of Fairview's staff, because it was a new
building, were new to the community as well as to teaching.
Those who were not,

tended to be concantrated in the fifth and

sixth grade teams.

A staff workshop which preceeded Fairview's

opening stressed the newness of the vacility,

and the unique

opportunity to mold an educative program uninhibited by building traditions.

PHASE ONE

In the spring of 1972 the fifth and sixth grade teachers

-15-

-16met to discuss the foreseeable changes in their respective
programs for the 1972-1973 school year.

The discussion re-

sulted in a tentative decision to investigate the possible
grouping of the fifth and sixth grades in a wide range of subject matter areas.
Initially the work taken by the group as a whole.
ever,

that method proved cumbersome.

How-

The specific subject

matter areas were divided and assigned as tasks to groups of
two or three teachers.

It readily became apparent that two

areas, mathematics and reading, held the greatest promise for
the grouping of fifth and sixth grades.

The teachers decided

to concentrate their energies in the areas of mathematics and
reading.

With the decision made,

they began regular Thursday

morning meeting to organize their efforts toward their goal.

)

In the course of those meetings all available resources
were evaluated as to their usefullness,
availability.

compatability, and

In that a number of resources deemed neces-

sary by the group were not at hand,

they set out to determine

whether they could be made available.

Of these they found

that ' limited local f1nancial support, additional copies of
supplemental texts,

a commitment from the district director

of curriculum and instruction were available.

However,

federal or state assistance would not be made available.
The latter was based on the advice of the district coordinator of special projects.

The program, once established and

in operation for a period of about a year, would stand a far
better chance of receiving a special projects grant.

The

-17group accepted the coordinator's advice,

deciding that its

efforts would be most productive if directed at the more immediate elements of putting the program into operation.
During this same period of time the group called upon
those people within the district that seemed to have either
a special interest or expertise in reading and mathematics.
With the aid of these people,
petencies in these areas.

the group assessed its own com-

Their decision was to initiate a

nongraded mathematics program for fifth and sixth graders
based upon a continuum of skills.
refined this program,
in reading.
things: 1)

Having once developed and

they would initiate a similar program

This decision was based primarily upon four
the group felt itself to be more competent in the

teaching of mathematics than in reading,

2)

there existed a

much larger pool of available resources in the area of mathematics,

3) a feeling that, because of the ease and precision

with which ' the understanding of mathematics can be measured,
the prospects for more precise evaluation were much greater
in this area than in reading,

4) an overall desire to concen-

trate their efforts in just one of the subjects matter areas.
The decision made,

the group assumed the task of evaluat-

ing new materials and reviewing those already at hand.
the aid of the curriculum director an array of basic,

With
recrea-

tional and diagnostic/prescriptive materials were made available to the group.

Of these materials the group chose to

limit itself to two items, one a diagnostic type and the other
recreational.

In addition they selected limited district

-18adoption copies of supplemental texts.
As the Spring of 1972 drew to a close there remained the
problem of scheduling all of the fifth and sixth grade students in such a way that the mathe~atics program did not
detract from the remainder of the curriculum,

Where often

solutions to initial problems such as the decision in mathematics,

create secondary problems,

reverse could also be true.

the group found that the

There had existed throughout

the school year a dissatisfaction among the group as well as
the music, art, and physical education teachers with the inadequacies iri the fifth and sixth grade programs in these
three subject matter areas.

In a joint effort,

it was agreed

to schedule the combined fifth and sixth grade students into
a program wherein one half of the students would be involved
in mathematics while the reamining half would be divided into three groups in vocal music, art,

and physical education.

This arrangement had several distinct advantages.

First,

it

allowed the sought after flexibility in the areas of physical
education, art,

and music.

These teachers were free tone-

gotiate and manage the students'

time within these areas on

the basis of program or student need and interest.
ly,

Previous-

they had been locked into a ridged schedule which did

not allow them to respond to specific and individual needs.
Secondly, in the area of mathematics,
time, but in addition space,

teachers could manage

and group size.

A student who

needed more than one class period of instruction could be
accommodated.

At the same time all students in the program

-19came in contact with at least one member of the mathematics
team at some other point in the day.

Even though the secon-

dary contact was in a different subject,

the opportunity ex-

isted for still additional help.
By June of 1972 the ground work had been laid.

The fifth

and sixth grade teachers in cooperation with other subject
matter specialists,

the building administration, and the dis-

trict administration, had erected a program that would not
only improve instruction in mathematics but also resolve some
other nagging curricular problems.
By the end of August, 1972 the teachers that would participate in the program had been selected and had begun to
meet again.

It should be noted that changes within the other

instructional programs, at all levels, had made it impossible
to use all of those teachers in the program who had participated in the Spring meetings.

The fifth-sixth mathematics

team consisted of three fifth grade teachers and three sixth
grade teachers.

These six grade level generalists were joined

by two mathematics specialists to round out the team.
Neither the whole team nor the subteams could be afforded
the luxury of joint planning time ~uring the regular school
day.

Although the eight teachers met and planned as a team,

on their own,

they were organized into two smaller five

teacher subteams, each of which would instruct in one fortyfive minute session of the two session program.

Thus two of

the eight teachers in the program taught in both sessions of
the program and by doing so belonged to both subteams.

Six

-20of the teachers,

including the two mathematics specialists,

taught in only one of the subteams and either planned or assumed other teaching . responsibilities at the time the remaining half of the programs was in operation.

The awkward sit-

uation resulted from scheduling conflicts that could not be
resolved, save at the expense of the rest of the school's
curriculum.
In consideration of the limitation on joint planning
time,

the team agreed that formal weekly meetings would be

arranged and that supplemental meetings of the whole team or
its parts would take place on an informal basis.

Regular

attendance by all team members was deemed an essential factoL

In order to promote expediency and efficiency within

these meetings the team agreed that:

)

1) an open agenda would

be posted where, prior to each meeting,
place items on that agenda, 2)

team members could

the meetings would be chaired

and chairmanship would pass among them,

3)

the items placed

on the agenda and subsequent decisions would be entered in a
team record,

4)

decisions would be reached by consensus, 5)

in assuming the workload of the team,

specific task forces

would be sleeted in order to conserve the team's energies.
With the advent of formal meetings two task forces were
selected.

The first assumed the task of identifying the spe-

cific scope and sequence of the instructional topics.

The

second was to return with a recommendation on the method of
instruction and suggestions for its implementation.

Since

the scope of instruction in mathematics had previously been

-21outlined and prescribed at the district level,

the first

task force concentrated its efforts on the sequence of the
instructional program.

The accepted recommendation of the

task force was based upon a unit approach wherein units of
from one to three weeks duration were employed.

This was

found to coincide with the second task force's recommendation
that prior to embarking upon a topic that all students be pretested to assess their general level of competence, placed
in one of six homogeneous groups,
at the conciusion of the unit.

and subsequently post-tested

Further,

that each team member

within his gro~p of students assume responsiblity for insuring
that: 1) both pretest and post-test scores were recorded on
the student master record established for that purpose,

2)

any additonal comments relative to a student's progress were
included on the master record,

3)

the instruction within the

unit was suita~le to the student's needs and germane to the
pretest information, and 4)

needed assistance outside of the

normal classroom, such as counseling, parent conferences,
additional class time,
behalf of the student.

and supplemental work was secured in
An inherent weakness in the proposed

arrangement was viewed as the disassociation of students and
teachers which would accompany such a highly mobile and segmented program.

The task force felt that by assuming the re-

sponsibilities outlined above that the team could minimize
the disassociation.
At this point, with the first day of school less than a
week away,

the team became deeply concerned about a number

-22of functional matters which,

if not resolved could in their

judgement have brought the program's operation to a standstill.

Foremost among their concern was the management of

instructional materials.
pretesting 270 students,

Secondly,

the pr.ciblem inherent in

digesting that information, and or-

ganizing the homogenous groups.

This was particularly true

when the team members themselves would need pretest scores
sufficiently in advance of the students arrival to meet the
specific needs of th©se students.

Although a test storing

machine was at their disposal the team felt that timely organization of the data, was their biggest obstacle.
The task of.resolving this problem was assumed by the
building administration.

Through the district's Volunteers

in Public School's Program,
In the case of . each,
two hours a day,

two volunteer aides were secured.

they were able to work with the program

four days a week.

Though their duties ran

from helping individual students to recording data on the
student master record,

their main contribution was in re-

solving the organizational problem outlined above.

Through

the use of the aides and the test scoring machine,

the team

felt that they had secured the key to the smooth operation
of the most functionally basic aspect of their program.
addition,

In

the team felt that with team cooperation the aides

could resolve the materials management problem as well.
With the opening of school the team was bolstered by
the resolution of many obstacles,

large and small, and confi-

dent that they could successfully implement and operate the

-23the nongraded mathematics program which they had developed.
They were well aware that any number of unforseen problems would arise.

However, based on their past experience,

careful assessment of projected needs,

and anticipated re-

sources they held to a conviction that they had developed a
reactive,

dynamic program that would meet students needs,

rather than reflect in the weaknesses of those students.

PHASE TWO:

A SIXTIETH DAY REVIEW

Throughout the first sixty days the external administration of the program was based upon the beliefs that: 1) the
most crucial factor in curricular development was staff development,

2) staff development would be most productive where

the basic principles of learning, motivation-opportunity-reward, were applied,

3)

the development of competencies in the

area of team interaction would promote appropriate and positive behaviors in teaming situations.
Given the high motivational level of the team members
at the outset of the program,

the chief administrative task

was to administer the available tangible resources in a manner conducive to the learning process;

to the end that among

the team members motivation was sustained,
developed,

competencies were

and rewarding creative interaction occurred.

The initial administrative task was to extrinsically
reward the team for their efforts, prior to the start of the
actual instructional program,

in an attempt to sustain their

-24motivation.

This was one of the easier tasks since at that

point the g:nea.t:est

number of unused resources existed with

which to accomplish this task.

The types of rewards needed

were readily identifiable as those that provided a basic opportunity for the program to function..
plied included:

Those that were sup-

five classrooms in close proximity to each

other through two consecutive time blocks,

sufficient extra

furniture in the form of tables and bookcases, access to the
test scoring machine,
office equipment,
hours a day,

and privileged use of other supportive

two volunteer aides four days a week two

and additional copies of supplemental instruc-

tional materials.

The specific manner in which these resources

were put to use was determined by the team, with little if
any administrative input.
These extrinsic rewards served to sustain the team's
motivation through the first fe¥ weeks of the program,

how-

ever the working skills of team interaction needed to begin
to be developed if the team and the program were to continue
to grow.

The second administrative task was to provide an

opportunity for growth and development.

The task was accom-

plished by providing the team with an operative model for
team meetings.

This was done with the belief that a strength-

ening of the program would result from more productive team
meetings.

The model used was "How · to Improve Meetings",

taken

chiefly from The Learning Package for Principals, developed
by the Washington Consortium of Principals.

In addition to

improving the team meetings there was a general improvement

-25in team interaction.

Team membezs began to identify their per-

sonal progress in the program with the total team's progress.
During this time,

the team began to receive intrinsic rewards

for their efforts in the form of fi_tudent's and their parent's
favorable reception of the program as a worthwhile endeavor.
The team's motivation,
ceiving,

despite the rewards they were re-

began to decline by mid-quarter, however.

At this

juncture it was becoming very apparent that the teamwork had
become quite shallow.

The program began to stagnate as the

team simply went through the motions,

imitating their past ac-

tivities but not receiving the past motivation.
tion of the requisite resources,

The applica-

in sufficient strength to

remotivate the team and revitalize the program, became the prime
administrative task.
1)

The motivating force was regained after:

the Director of Curriculum and Instruction began attending

to the program, 2) a testing consultant was called in to assist
the team in test construction, which at that time was a source
of deep frustration,

and 3)

''The Team Development Scale'' again

taken from The Learning Package for Principals developed by the
Washington Consortium of Principals was administered.

The pri-

mary motivating factors involved in this approach were the
team's recognition by upper administration,

the resolution of

the testing problem and most importantly the identification of
a major weakness.

Administration of the "Team Development

Scale" had pointed out the fact that either no team objectives
existed or if they did,
or accepted.

that they were not at all understood

The team's initial response was to delineate

-26their short range instructional and operational objectives.
The rewards for this activity were strong and immediate,

re-

sulting in objective identification becoming an integral part
of team operation and program management.
By the end of the first quarter of the school year the
basic means of externally administering the program had proven successful.

The initial extrinsic rewards had sustained

the team's motivation long enough to provide an opportunity
for some competency to develop in the area of working interaction.

This in turn,

through the program itself, brought

about more intrinsic rewards and renewed motivation.
The internal administration of the team and the program,
however, was totally a different matter.

From the outset the

program had developed in an ascending mode.

Though it would

have been administratively flattering to have conceived and
fostered the program,

directing its success in all areas,

the

prospect of successful team operation and positive program
development would not have been as great.
Internally then,

the administrative stance,

from the

outset became one of council to the team's program.

If pro-

viding tangible resources in an external mode was one of the
easier tasks,

the task of advising the team while at the same

time being nondirective was a great deal more difficult.
The critical nature of the need for being nondirective
in administering the team internally was evident in the fact
that in nearly every instance where the nondirective mode
was discarded,

the resultant directed changes failed to sue-

-27ceed and were inevitably discontinued.

Perhaps the most for-

midable example of this was an attempt to impose,

the "Instruc-

tional Development Institute's" nine step process of developing instruction.

This attempt to direct the team in the use

of the process failed.

It did so in a general sense because
J

the team was not given the opportunity to internalize the value
of the process.

1

Secondly they were being directed to adopt

procedures that they recognized as unneeded

solutions to the

problems of instructional development that were presently being delt with . in a sufficiently effective manner.
the directed activities were pursued,
bility continued to decline,

So long as

the team's internal sta-

and not until the administrative

stance returned to a nondirec~ive posture did the team's in~
ternal mechanisms

begin to return to a more productive level.

Of prime importance, was the eventual realization that attempts
to overtly administer the team failed to succeed not simply because the team discounted their value.

More often they failed

because the team either could not reconcile the activity with
its generally adopted goals and strategies,

or they determined

that the requisit resources necessary to implement these activities did not exist and would not be forthcoming.
By the end of the first sixty days of the program the internal admiµistrative role began to fall into three general
categories.

The first dealt with the interpretation of school

district policies and curriculum guidelines, as they pertained
to specific aspects of the program.

In addition to the more

formal interpretations the team received opinions concerning
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informal district attitudes concerning the team's operation
and program development.

The second category related to ad-

ministrative cost estimates,
specific program.

for proposed changes in .the team's

The demand for this type of advice was in

direct proportion to the number of changes being proposed.

In

the initial stages of the program, where stability had not been
achieved,

the proposals for changes were plentiful.

However,

as the team began to bring the various parts of the program in
line with each other the demand was greatly reduced.

Note-

worthy here was the belief that subsequent periodic increases
in the demand for this type of advice were most closely related
temporally with similar increased motivational levels.

The

last category dealt exclusively with facilitating program development through the acquisition of materials.
these acquisitions directly affected instruction,

While some of
such as black-

board compasses and portable bulletin boards, more often their
effect was indirect in nature.
of instructional objectives,

The gathering of collections

test items,

and methods of pupil

progress reporting, best exemplified this type of aquisition.
Throughout Phase Two the administrative approach used
tended with a few noted exceptions to be consistent and suecessful.

Externally the administration of the team and program

was based on a belief that curricular development is a product
of staff development and that the latter can best be achieved
through the application of the basic learning principles.

In-

ternally a nondirective administrative approach was used which
focused upon the three rolls of interpreting policy, estimat-

-29ing costs, and acquiring materials which either directly or
indirectly facilitated program development.
Perhaps the most significant development surfaced very
late in Phase Two.

From the inception of the program the team

members themselves had provided a majority of the direction and
impetus for their own growth,
gr~m as well.

and subsequently that of the pro-

The administration techniques heretofore out-

lined provided the coordination and resources which promoted
the teams growth.

Late in Phase Two however,

the team began

to assume the task of coordination itself.
As the second sixty day period began the team had organized itself to the degree that they were in a position to
begin evaluating their own performance, determine their areas
of weakness,
sponse.

and initiate relevant plans , of action in re-

They had begun to project themselves and the pro-

gram not simply through the remainder of the school year but
into the coming school year as well.

The significant result of

their projection was the realization that their program,

re-

gardless of its internal quality must coincide with those programs that preceded and followed it.

With this in mind the

team began an active search to identify the components of the
program from which their future students would come and into
which they would go.

The true value of this step for the pro-

gram itself was the fact that the team had internalized the
value of the continuum of learning.

They were then ready to

expend the energies necessary to · begin to develop that aspect
of the program.
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A ONE HUNDRED TWENTIETH DAY REVIEW

During the second sixty day period the team and the program, both of which by that time had stabilized, continued to
function in much the same manner as described previously.
was in this period however,

It

that three significant events took

place.
The first,

was the team's investigation took the form of:

1) an examination of the feeder program's scope and sequence
and 2) an assessment of the achievement level of the students
in those programs.

The intended purpose was to identify pro-

gram needs and more closely define the incoming student population;

doing so sufficiently in advance of their arrival to

allow the program to be reflective of the information gained
and responsive to defined needs.
first

Thus,

time, at the elementary level,

itself into a second,

for essentially the

one program had extended

in a dynamic application of the continuum

of learning theory.
The second event, although it involved many of the team's
original members, delt with the area of reading.

The signifi-

cance of this effort was concentrated in the attitude of the
teachers involved and more importantly their desire to bring
to bear, many of the values which they had acquired in the development of the math program.

In short,

the teachers were

self-motivated to the extent that they were willing to assure
the opportunity for the development and improvement of the
reading program, and by doing so would be intrinsically rewarded.

-31The third event concerned the math program for grades
seven and eight.

Although th~s effort was closer to a reor-

ganization of existing resources and techniques,
program deve~opment,

than one of

it was motivated by a belief on the part

of the teachers involved that demonstrated efforts toward program improvement would lead to the acquisition of greater amounts of tangible and intangible resources.
offending,

Thus, without

the use of incentives had served to prepare ground-

work for staff and program development in another, although
related,

area of the school's overall program.

The three events serve to exemplify ,a belief that by
being administratively nondirective, in selected areas, by
administratively assuming a posture of facilitating program
development by application of basic learning principles, and
by purposely providing incentives,

and atmosphere of program

improvement or development was fostered.
was self-renewing,

Further, the program

to the extent that it promoted an inter-

nalized desire to improve among teachers in other programs.
With the close of the 1972-1973 school year the prospect
of the extension of the mathematics program appeared to be
favorable.

The program in conjunction with the administrative

techniques which have accompanied it had been · rewarding enough
that they were self sustaining.

As such,

the program served as

a model in the school district for similar program developments
in other subject matter areas.

Foremost among these was read-

ing, since a great deal of attention was being paid to the
need for improvement in this area.

The program had always at-

-32tempted

to better assess and meet the needs of the students:

Continued success in this aspect of the program did promote
parental confidence in it.

In addition to growing pa~ental

confidence,

the staff gained overt support,

through tangible

resources.

These were received from both the ' building and

district levels and did result in sustained motivation,

suf-

ficient to approach and attempt to resolve heretofore significant and difficult problems.
The degree to which the above were realized did not rest
wholly with the strengths and attributes of the mathematics
program, nor the stated administrative philosophy.

In reality,

the program and philosophy only foster and promote the realiza t ions that have

t:ake:n . root in the environment.

Beyond this

the basic administrative approach fostered an internal competitiveness which was limited i~ scope and based on finite resources.

The success of the endeavor was felt in direct pro-

portion to the extent which it received both tangible and intangible recognition from without.

ONE YEAR LATER

The mathematics program as described in phase one of this
study did sustain itself throughout the 1973-1974 school year.
It was well enough established .and organized that even though
37 percent of - the original teachers involved with the program
were replaced,

it continued to grow and strengthen itself.

Being well defined,

the program was well suited to being the

-33focus of the fifth-sixth grade parents'

orientation program.

As such it was well received.
With regard. to its impact as a model,

the program served

as the impetus for the approach and resolution of other team,
other subject area, problems.

Specifically, the improvements

made in the fifth-sixth social studies program,

the integration

of the elementary and secondary science curricula,

the accep-

\

tance of written and published goals and objectives in all subject matter areas,

the development and funding of the secondary

reading lab, and in part the initiation of a district wide developmental reading program all stemmed in part from the example
set by the mathematics program.
Throughout the year the building's staff felt the effect
of the administrative techniques employed in the program.
affective environment changed, wit~in mnay departments,

The

from

despair to an emphasis on positive and constructive approaches
for the reduction of problem areas.
None of the above was an all encompassing success in its
own right, neither was the sum total within or out of the building an eclisma of educational
progressivism.
\
small,

However great or

individually each was within its own a step forward

based on an internalized va~ue.

Furthermore, each was due to

varying degrees upon the application of an administrative technique based internally on a nondirective approach and externally
on a belief that curricular development must be preceded by
staff development, which in turn is best achieved by the application of the basic principles of learning.

-34The program was not continued beyond the 1973-1974 school
year however.

In reaction to a significant increase in the

number of students,

Central Kitsap School District reorganized

its student housing patterns and disbanded the middle school.
As a result of the reorganization, this writer was reassigned
to another building.

)

In order to meet the demands that have been made upon
education,

educators have found it necessary to alter the form

and function of the educative process.

The causes of these

alterations have been rooted in increasing responsibilities
having been accepted by schools;
and without education,

a felt need, both from within

for an increase in the levels of pro-

ductivity and efficiency in instruction; and an expanding awareness of the individual.
In the process of adjusting to these altered conditions
many changes have been necessitated.

The most effective

changes have been initiated and sustained from a common base.
The most significant of these changes have been instituted
for a specific purpose;
and agreed upon needs,

they have endeavored to meet specific
that previously had not been met;

they

provided an opportunity for the collective and individual development of the implementing staff prior to the attempt at
change;

they simultaneously resulted in and were the product

of an altered environment.
In implementing specific changes,
team teaching,

such as nongrading or

the above common base holds true.

Literature

in the field points to the importance of the concepts of
status,

flexibility,

and administrative support in initiating,

sustaining and stabilizing a change effort.

The specific

project undertaken within the SGOpe of this study was the
application of all of these theoretical elements in a real-
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-36life situation.
The project demonstrated that the application of the basic principles of learning, motivation, opportunity and reward,
were appropriate in innovation implementation, when directed at
the individual and collective development of the teaching staff.
It further demonstrated that the implementing of an innovation was definitely a learning experience for the staff involved,

and was dependent upon the ability of the administra-

tor to sustain the motivation of the staff engaged in that
experience.
The use of the mathematics program as a model,
its second year of operation,

during

for similar programs in other

subject areas was viewed as a success.

The status associated

with modeling was an important factor in stabilizing the pro-

)

gram and added to its ability to be generalized to other subject matter areas.

Once stabilized,

the program demonstrated

that it was self-renewing.
The project brought forward many areas worthy of further
study and investigation.

The results of such an effort could

serve to refine the administrative techniques,

used in this

project, and subsequently increase their effectiveness of any
future undertaking.
If the assumption · can be accepted that the purpose of
education is to aid,

guide, and motivate individuals in their

pursuit of knowledge and enlightenment,

then a natural area

for further study would be the correlation between interactive efficiency on the part of the teaching staff and student

-37achievement.

Although this writer assumes that their was

increased student achievement associated with the development
of the program and the staff within it,

this relatio~ship war-

rents further study.
A key factor throughout the project was the allocation
of tangible and intangible resources.

While an investigation

of the effect that the shifting of their finite resources had
on the remainder of the school structure was not undertaken,
there must have been an impact.

The restriction that might

be imposed by the application of these administrative techniques within the confines of a closed school structure with
finite resources is worthy of additional examination.
In conclusion the project has thoroughly demonstrated the
need for administrators to work closely with their teaching
staff in their schools,
class.

In fact,

as though they were students in their

innovation is a learning process and those

responsible for implementing it are truly learners.

Teachers

in this situation, as with any other learners, must be motivated, provided with opportunity, and once engaged, rewarded
for their efforts.

Administrators must assume the responsi-

bility for guiding and assisting teachers in their effort, and
applying these principles.

They alone are in a position to

monitor, direct, and respond to the needs of innovation.
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